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 Many students find their first year of college to be the most difficult moment of 
their educational careers. Along with college acceptance comes new expectations, a 
rigorous curriculum, and the usual growing pains of young adulthood. Because of these 
challenges, many college students find it difficult, if not impossible to make it past their 
first year. Limited research has been conducted to address the overall efficiency of first 
year programs that colleges and universities have put in place to support these students.  
Considering the trials faced by first year students, it is important that we identify the 
organizational structures that will increase student success outcomes and lead to the 
completion of degree programs. The purpose of this study is to examine the relationship 
between college sophomore students’ academic motivation, academic self-efficacy, their 
perceptions of the support they received during their first-year advisory program, and 
ii 
their satisfaction with the advisement they received. The target population is students 
who completed their first year of college and returned to the college as sophomores. 
This quantitative study used the Motivated Strategies for Learning Questionnaire, 
the Academic Motivation Scale, and the Inventory of Academic Advising Functions-
Student Version to measure academic self-efficacy, academic motivation, and student 
satisfaction; 526 freshmen students were contacted and invited to participate in the study.  
Responses from 57 participating students were used to answer five research questions. 
The study revealed that students who had high to moderate levels of intrinsic and 
extrinsic motivation displayed higher levels of satisfaction as it related to the academic 
counseling they received during their FYE. The study also revealed that only a small 
group of students felt that their first-year experience program led to them having a 
stronger sense of self-efficacy. As a result of the study, the researcher was able to find 
support in previous research that FYE programs have led to creating positive perceptions 
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American colleges and universities have sought to improve undergraduate student 
outcomes for decades. The average percentage of first-year students attending 4-year 
public institutions who returned their second year to the same institution was 72% in 
2013 (Yan & Sendall, 2016). Currently, there is a dual trend of expanding attendance and 
decreasing retention rates at 4-year campuses, which in turn, has made retention policies 
and practices an area of significant effort (Kot, 2014).   
In the past several years, policymakers and scholars have been concerned about 
many institutions’ failure to retain and graduate a large portion of their undergraduate 
student body (Kot, 2014). As a result, many of these colleges have begun to focus on 
their advisement initiatives. The first year of college is often the most difficult for many 
undergraduate students. Often times students feel disconnected and overwhelmed and 
these issues show themselves in the skyrocketing dropout rates reported by many 
institutions (Yan & Sendall, 2016).   
Recently, many of these colleges and universities have begun to introduce and 
implement first-year experience (FYE) programs to assist first-year students to better 
adjust to the higher education environment and to prepare them to be more successful in 
their college careers (Yan & Sendall, 2016). The typical theme of the FYE program 




program, students participate in courses that address many of the issues (i.e., time 
management, homesickness, student involvement, study skills, and student success) that 
often cause first-year students to rethink their previous commitment to higher education.   
Many colleges and universities have introduced initiatives to expand advising 
services and/or increase the quality of academic advising (Kot, 2014). One change that 
has been made is centralizing academic advising, at least for specific student groups, by 
creating advising centers. Such advisement centers are dedicated to first-year students.  
An additional development is to assign non-faculty staff to first-year student advisement 
(Kot, 2014). It is important to have academic advisors assigned specifically to this 
population because advisors are one of the first staff members to interact with first-year 
students and can serve as important resources for them (Gordon, Habley, & Grites,  
2008).  Research suggests that students who make a connection to at least one adult on 
campus experience higher levels of satisfaction and higher retention rates than students 
who do not (Astin, 1978; Tinto, 1987). 
Practitioners and scholars both agree that academic advisement is important when 
helping students navigate and integrate within collegiate academic and social 
environments (Kot, 2014). Tinto (1987) identified advising as one of the key conditions 
for promoting retention, indicating that, “Students are more likely to persist and graduate 
in settings that provide clear and consistent information about institutional requirements 
and effective advising about the choices students have to make regarding their programs 




Although program content varies greatly, there are many common elements.  
Most programs serve, at least in part, as an extended orientation. The program is often 
referred to as an introduction to university course or a first-year seminar. Some 
institutions go even further by arranging learning communities for incoming students.  In 
these learning communities, small groups of students take a series of linked courses in 
their first semester or first year. In some cases, the learning communities are based on 
disciplinary themes or linked to residence halls and can be the students’ entire class 
schedule.   
The more basic FYE courses generally have a regular class meeting time with a 
specific instructor or team of instructors and are credit bearing and graded. They usually 
include activities and resources designed to introduce new students to university life and 
assist with time management and study skills (Hurtado, 2007).    
 Successful graduation with a 4-year degree can be challenging for first-
generation college students. First-generation college students are defined as having 
parents who do not possess a college degree (Stebleton & Soria, 2012). The challenges 
first-generation college students face includes financial and emotional difficulties, and 
academic and social experiences (Forbus, Newbid, & Mehta, 2011). Discipline or 
specific academic component in addition to the activities above, the variation in 
pedagogy and structure is significant across campuses. However, all programs cite the 
primary goals of increased student performance, persistence, and graduation by 




(Goodman & Pascarella 2006; Jamelske, 2009; Pascarella & Terenzini, 2005; 
Tobolowsky, Cox, & Wagner, 2005).   
  Topics in these programs range from wellness and stress management to 
developing academic skills (Yan & Sendall, 2016).  Research conducted by the Policy 
Center on the First Year College stated that first-year programs are offered by 90% of all 
4-year institutions in the United States (Barefoot, 2004).  Although most first-year 
programs in various institutions share a similar focus, they typically customize their 
programs to align with their particular mission and to reflect the needs of their student 
population (Yan & Sendall, 2016).  The literature suggests, however, that there are 
significant differences between private and public institutions, small and large 
institutions, and those focused on teaching as opposed to research (Jamelske, 2008).    
However, most institutions follow a similar model in addressing the needs of first-
year students. Academic resources sessions provide students opportunity to explore their 
institution’s libraries and information hubs. Many students complain that college 
orientation programs provide a lot of information about academic resources but fail in 
educating students about how to use them (Yan & Sendall, 2016). Most institutions 
address healthy relationships in their FYE programs.  Building new and maintaining 
previous relationships is a common challenge for all incoming freshmen (Yan & Sendall, 
2016).  Cultural diversity is another major topic discussed. Instructors of these courses 
stress the importance of knowing about the various cultures of students attending the 
college and how to manage culture shock. Through the community service component of 




institution. Students have shown that service-learning experiences contribute to greater 
levels of social responsibility and civic engagement of student   
 
Background of the Problem  
 Colleges and universities have been aware, for over a century, that first-year 
students encounter unique challenges. The first freshman orientation class was held at 
Boston College in 1888 (Gardner, 1986). Orientation programs, as they are today, began 
to take form in 1972 after a series of campus riots. Thomas Jones, the president of the 
University of South Carolina at the time charged the faculty with creating innovative 
ways to reevaluate undergraduate education.  His goal was to influence students to 
appreciate the university and not destroy it (Gardner & Schroeder, 2003). Gardner and 
Schroeder described the FYE as “a national and international effort to improve the first-
year, the total experience of students by intentionally rethinking the way the first-year 
was organized and executed” (p. 10).   
 Gardner (1986) stressed the importance of creating programs that enhance the 
first several weeks of college when many students make the decision to drop out.  
Students during this time feel an increased personal independence and begin to create 
habits and relationships they will sustain throughout their college careers. Gardner, 
Barefoot, and Swing (2001) found that freshmen that complete orientation courses 
continue to matriculate at a higher rate than those who did not take such courses.  
Gardner also reported that during this period, students make judgments about faculty and 
their majors, although most students change their majors before graduating. Gardner 




freshman experience, such as curriculum modifications, personalized academic 
advisement, full-time faculty teaching freshman level courses, extended/continuing 
orientation, learning communities, and peer counseling. 
Advising approaches employed at higher education institutions vary. Some 
institutions promote a prescriptive style of advising through which student inquiries are 
addressed in an authoritative way, but others encourage a developmental approach by 
which advisors and students work together to address issues related to student success 
(Lowenstein, 1999). Through an intrusive approach, advisors process, and in some cases, 
the institution requires advising as a condition of continued student enrollment (Backhus, 
1989; Earl, 1988; Varney, 2013).   
 
Statement of the Problem 
The first year of college is difficult for many students.  New expectations, time 
management, and academic responsibilities can be overwhelming.  For this reason, a 
large majority of students cannot make it past their first year. Gardner and Siegel (2001) 
found that 28% of students in public 4-year institutions fail to continue beyond their first 
year in college.  Little research has been done to address the efficiency and effectiveness 
of first-year programs (McFarlane, 2013). Given the financial and time commitments of 
postsecondary students, it is imperative that we identify organizational structures that 
encourage learning and increase student success so that students not only matriculate at 
these institutions, but also graduate. According to research in retention and degree 
completion, academic advising programs are emerging as a promising means to increase 




Noel Levitz, 2006). It is important to know if quality academic advising is occurring and 
if that advising has a relationship to students’ academic motivation and academic self-
efficacy. 
 
Purpose of the Study 
The purpose of this study was to examine the relationship between college 
sophomore students’ academic motivation, academic self-efficacy, their perceptions of 
the support they received during their first-year advisory program, and their satisfaction 
with the advisement they received. The target population was students who completed 
their first year of college and returned to the college as sophomores. An online 
questionnaire was used to collect data on students’ experiences with advising and their 
academic self-efficacy and motivation. In addition, respondents were asked to provide 
their gender, grade point average, age, student classification, and number of credits 
earned at their institution. Self-reported grade point average was used to measure 
academic performance. Gender, age, self-reported grade point average, and number of 
credits earned were used to describe the sample.   
 
Research Questions 
The following research questions guided the study: 
RQ1.   What is the relationship between students’ use of academic counseling and 
their perceptions of their academic self-efficacy? 
RQ2.   What is the relationship between students’ use of academic counseling and 




RQ3.   What is the relationship between students’ perceptions of the support they 
received during their first-year advisory program and their perceptions of 
their academic self-efficacy? 
RQ4.   What is the relationship between students’ perceptions of the support they 
received during their first-year advisory program and their perceptions of 
their academic motivation? 
RQ5.   What variables (i.e., gender, ethnicity, grade point average, academic 
motivation, and academic self-efficacy) predict students’ satisfaction with 
advisement? 
Significance of the Study 
College student affairs professionals and policy makers can use findings from this 
study as an assessment to determine student perception of first-year advising programs at 
similar institutions. With this evaluation in hand, college and university administrators 
can examine the data to create plans that seek to affect positively the productivity of first-
year advising programs. Findings from this study will provide policymakers with an 
assessment of the components of the first-year advising program that students find most 
effective. With program evaluation being a constant focus of many U.S. colleges and 
universities, the findings of this study will provide a framework for academic affairs 
administrators both regionally and nationally to assist in their efforts to provide students 
with a solid foundation and a strong beginning to their postsecondary matriculation. This 
study could also assist bridge programs that prepare high school students for a successful 




as a guide to examine other variables related to academic advising that may lead to 
further improvements in implementing and managing first-year advising programs in a 
variety of postsecondary settings. 
 
Definition of Terms 
Advisor is defined as a department or college-based faculty or staff member who 
meets with students each semester to discuss and create an academic plan designed to 
meet students’ educational and career goals, review University resources and programs, 
review curricular choices and monitor progress toward achieving educational goals (Baer 
& Carr, 1985). 
Academic advising is an interactive process in which the adviser helps the 
student set and achieve academic goals, acquire relevant information and services, and 
make responsible decisions consistent with interests, goals, abilities, and degree 
requirements (Swecker, Fifolt, Searby, 2013). 
Academic motivation is established as an internal state that contributes, leads, 
and holds a student’s behavior. This behavior also consist of a natural drive for 
stimulation and learning from birth (Koseoglu, 2015). 
Academic self-efficacy pertains to how a student believes in their capability to 
navigate their own learning. This is essential to the process of learning as this can 
contribute to the students’ academic achievement motivation (Alt, 2015). 
Attrition is noted as a college’s reduction in student population as result of 




First-year experience (FYE) programs (also known as the freshman-
year experience or the freshman seminar program) are designed to help students make for 
the transition from high school to college (Gardner, Barefoot, & Swing, 2001). 
Persistence is the percentage rate of students who return to a university for a 
second year (Goodman & Pascarella, 2006). 
Retention rate is the percentage of a school's first time, first-year undergraduate 
students who continue at that school the next year (McFarlane, 2013). 
 
Summary 
Research suggests that the first year of college has consistently been the most 
difficult for undergraduate students. During this time, many students feel disconnected 
and overwhelmed and many long for the normalcy they experienced in their secondary 
experience.  To assist in combating attrition, many American colleges and universities 
have created first-year advising programs to help students better adjust to college life, 
thereby encouraging academic and social success. The purpose of this study was to 
examine student perceptions of the first-year academic advising program at a growing 
university in the southeastern United States. More specifically, the researcher has 
examined how the components of this program affect students’ academic motivation, 
academic self-efficacy, their perceptions of the support they received during their first-







REVIEW OF THE LITERATURE 
 
First-Year Programs and Student Success 
A college student’s decision to enroll in college is usually perceived as an 
opportunity to obtain knowledge and skills that are needed to be successful in the 
workplace and generally advance his or her current knowledge and life skills. In 2004, 
one in four college freshmen at 4-year universities did not return for their sophomore year 
and almost half of the students in community colleges did not return to complete their 
degree (Kuh, Cruce, Shoup, Kinzie, & Gonyea, 2008). As a result, many universities and 
colleges have implemented some form of intervention, formal or informal, to increase 
academic achievement and positive social adjustment (Brown & Schrader, 2008).   
Now, universities and colleges are focused on increasing retention and graduation 
rates. As a result, FYE programs are designed to address the necessary academic and life 
skills. The skills implemented range from being aware of the location of the library to 
knowing appropriate personnel when personal issues become apparent. Assessing 
programs developed to address the wide range of knowledge and skills is an apparent 
challenge, when in particular each FYE is designed for each corresponding university or 
college.   
 A deterrent to positive matriculation and graduation is attrition.  Two definitions 




1993; Hunter & Gahagan, 2003). A dropout is considered a student who leaves a 
university before graduation and does not return. A stopout is a student who for various 
reasons will leave the university for an extended period and will return later to finish his 
or her degree (Herzog, 2005). Educational leaders in recent research have referenced 
Tinto as a person whose model of student departure provides guidance in their efforts to 
discover a relationship between low retention and high attrition rates (Brown & Schrader, 
2008).   
The theory surrounding student retention has continually changed to address how 
a student feels about being involved in the educational system academically. One can 
now consider how group concepts and demographics can factor into a student’s success.  
In Tinto’s (1987) original model of student departure, a student’s success was based on 
academic and social integration. Tinto edited the model later to include entities outside of 
the institution, which includes familial, individual, societal, and precollege indicators 
(e.g., test scores, advanced placement courses), contributing to a student’s success. The 
first-year experience has become an important entity for colleges and universities 
(Upcraft, Gardner, & Barefoot, 2005). Successful retention and matriculation are not only 
vital to students of the university, but they also aid the financial standing of the institution 
(Palmer, O’Kane, & Owens, 2009). 
 
Student Persistence 
In addition to academic major certainty and academic performance from high 
school and university matriculation, researchers have found that the proximity of home 




2010). Williams and Luo analyzed data from two freshmen cohorts to examine the effect 
of students’ home city geographic characteristics on first-year persistence at a 
metropolitan university. The geographic factors, including proximity and urbanity of 
students’ home city, were combined with other student background characteristics, 
financial aid, and university academic outcomes in the initial development of first-year 
persistence. The urban location of a student’s home city seems not to influence the first-
year students’ persistence. The findings suggested special consideration to addressing 
student retention at rural universities. It was found that the significance of research 
distinction between rural-urban students is highly noted amongst the research of college 
retention. Using their three-step model, Williams et al. found that the home city 
proximity and major certainty were consistently significant in understanding first-year 
persistence. The urban location of a student’s home city was not significant to 
persistence. These factors prove to be independent from university academic 
performance.   
DeAngelo (2014) used data from a nationally recognized longitudinal student 
study to gauge how the experiences students have during their first year of college affect 
their ability to be retained at their beginning university into the second year. DeAngelo 
used data from the Cooperative Institutional Research Programs (CIRP) 2007 Freshman 
Survey (TFS) and 2008 Your First College Year (YFCY) Survey. Collecting college data 
for more than 40 years, the CIRP is located at the Higher Education Research Institute 
(HERI) at the University of California, Los Angeles. The TFS is administered during the 




given to students at the end of the first year of college. A total number of 26,000 students 
from 487 4-year institutions participated in both surveys, thus providing a longitudinal 
data set of the first year of college. The results showed that just having curricular 
programs available for students is merely not enough. These program curricula should be 
integral campus-wide first-year initiatives with strong administrative leadership and 
support from the entire campus community. Another important finding in this study is 
engaging students in meaningful academic engagement outside of the classroom. Another 
important finding is that campus professionals who engage with students, specifically 
faculty and residence life staff, need to look closely at students who are hesitant to 
engage academically outside of the classroom with peers. Research has found these 
students to be at high attrition risk.    
College administrators in Louisiana were determined to increase first-year student 
retention (LaRocca, 2015). There are many factors known to support retention, student-
faculty mentoring relationships is a known factor to have a positive impact on college 
students’ experiences, including increased first-year student retention. Interesting enough, 
there is not much known about the role of academic advising combined with success 
coaching in retaining first-year college students. Therefore, the purpose of LaRocca’s 
study was to understand first-year college students’ experiences with academic advising 
and success coaching. The data collected from this study implicates current practices in 
first-year student retention to bring awareness to the current and future programs and 
services conducted on campuses for first-year students. LaRocca interviewed several 




advisors beyond their first-year advisor. There was a level of comfort between the student 
and their first-year advisor. Forcing the students to change from first-year advisor to 
college advisor resulted in the students feeling uneasy and unsure about the advising 
process. Handing students off from their first-year to college advisor could have an effect 
on students’ college experience (LaRocca, 2015).   
A Midwestern medium-sized public university in the U.S. began a first-year 
experience program in 1997. The program was thought to bridge curricular and 
extracurricular components into the core classes in an attempt to integrate students into 
the university community. Jamelske (2008) examined the FYE impact on grade point 
average (GPA) and retention after 1 year for the fall 2006 cohort of entering students.  
The findings from this research implicate a significant positive FYE effect on retention, 
but on the average FYE students earned higher GPAs than non FYE students.  
Minimizing the sample to contain only courses identified as goal compatible FYE courses 
produced a yielded a positive effect on retention and also indicated the GPA variance.  
The positive FYE impact on retention was found to be larger for below average students 
(especially females) and smaller for above average students.   
Petty (2014) took an investigative look at the intrinsic and extrinsic factors that 
motivate students’ progress in college. Colleges and universities should provide their 
student populations with a range of programs to help them appropriately face their 
challenges and weakness. Bridge programs are needed to link higher education to 
secondary education to achieve successful preparation for college. It is encouraged that 




other first-generation college students, and cohesive planning  for integration could prove 
beneficial for first year college students. 
Bean and Eaton (2001) suggested that administrators strategically plan programs 
and services built upon student learning outcomes. Retention researchers have suggested 
that programs and services should aim to develop students’ academic confidence, 
autonomy, and optimism toward their collegiate experience (Bean & Eaton, 2001). If 
administrators are looking to solve the issue of student persistence on their institutions 
campus, studying first-year college student retention from their first to second year leads 
to an understanding of students’ overall progression through college and to graduation.   
Pascarella and Terenzini (2005) found that students’ relationships with faculty 
and staff members can influence their persistence to their second year in college. The 
findings showed that the interactions with faculty or staff were to most likely take place 
with first-year students and interactions focused on academic or intellectual topics were 
more significant in students’ persistence than the conversations that were not related to 
academics. Students’ academic performance is the largest indicator in retention and 
degree attainment (Pascarella &Terenzini, 2005). First-year students who have faculty-
staff relationships outside of the classroom are more likely to achieve higher 
academically as opposed to those students who do not have mentoring relationships with 
faculty and staff (Campbell & Campbell, 1997; Pascarella, & Terenzini, 1978; Salinitri, 
2005).  Also, first-year students mentored by faculty members completed more hours of 
course credit than those students not mentored by faculty (Campbell & Campbell, 1997; 





Research has shown that although there have been many studies pertaining to the 
increase of First-Year Experience programs with colleges and universities, many 
institutions have failed to implement them correctly (Hunter & Gahagan, 2003; Barefoot, 
2004; Alexander & Gardner, 2009). The definitive explanation for the low rate of success 
from these institutions is their ability to reevaluate the number of resources to improve 
longevity and staffing space (Alexander & Gardner, 2009). The term retention fatigue is 
a concept that Alexander and Gardner explained as emphasizing too much on the 
academic success of a students and by passing the components of a successful social 
integration as well. The misguided institutional support concerning the social integration 
of a student may cause a motivated FYE program not to be successful. A successful 
commitment from universal officials can be achieved when the FYE is a part of the 
institution’s strategic plan that includes more than one person, department, or team (Chu, 
2016). The commitment demands that the task and duties are inter-departmental and have 
multiple leaders (Alexander & Gardner, 2009; Barefoot, 2004). Hunter and Gahagan 
(2009) declared that the efforts in FYE definitely focus on the student’s entire year. It is 
not beneficial for institutions to place a lot of emphasis and resources toward the 
beginning of the semester and leave second semester without any programming. Tinto 
(2005) stated,  
Institutional commitment is more than just words, more than mission statements 
issued in elaborate brochures; it is the willingness to invest the resources and 




such commitment, programs for student success may begin, but rarely prosper in 
the long term.  (p. 2) 
It is important to note the two perspectives concerning institutional buy-in and support to 
identify the varying concepts of how institutions can provide commitment to a student’s 
first year surrounding programming and initiatives.   
Retention is an initiative that is supported by the institution as a whole (Ishler & 
Upcraft, 2005). Students’ undergraduate experience is the true indicator of their 
persistence according to data and research (Astin, 1993; Kuh et al., 2008; Pascarella & 
Terenzini, 1991; Tinto, 1975; Woosley, 2003). Student retention is contingent on the 
partnership between the student’s and the institution’s effort (Hunter, 2006; Ishler & 
Upcraft, 2005; Tinto, 1999). Institutional support services designed for students should be 
thoroughly developed in order for these programs to increase the retention of students 
(Veenstra, 2009). Tinto’s (1993) three principles of retention proposed well-developed 
guidelines for implementing student persistence initiatives: 
1. Effective retention programs are committed to the students they serve.   
2. Effective retention programs are committed to the education of all, not just 
some, of their students.   
3. Effective retention programs are committed to the development of supportive, 
social, and educational communities in which all students are integrated as 
competent members. A comprehensive approach must be considered because 
of the vast characteristics that impact student retention (Tinto, 1993, pp. 146–




One other key aspect that is mentioned among the discussion of institutional 
support is the individuals who are hired to provide the programs and initiatives for 
students. Often staff personnel will lead program initiatives and services created to 
improve student success, but leave the position within 5 years (Alexander & Gardner, 
2009; Bowles, Fisher, McPhail, Rosenstreich, & Dobson, 2014).  Therefore, the 
institution is left with the task of finding a replacement to head the same program or to 
begin something new.   
The research has found that support from family, friends, or the institution can 
attribute to retaining students. Support can be challenging for students who come from 
families who do not have a postsecondary education history. For example, first-
generation students encounter more obstacles concerning family support, degree 
expectations, and college preparation because the student is the first in their family to 
pursue a college degree (Bradbury & Mather, 2009; Ramos-Sanchez & Nichols, 2007).  
Students can be supported by other members of the college community as well. Many 
times, students decide to withdraw from college do not discuss withdrawing from classes 
with an institution official (Hermanowicz, 2004). When these types of behavior exist, it 
indicates that students do not believe they are connected to their institution. It is vital for 
students to have contact with staff and faculty affiliated with the institution they are 
currently attending. When students find faculty members approachable and supportive 
can lead to retaining students (Lundquist et al., 2002; Roberts & Styron, 2010).   
Institutions must provide first-year students additional support outside of the 




campus instead of in off-campus housing will increase student retention to their second 
year (Herzog, 2005). Institutions may create another aspect to living on-campus by 
incorporating living-learning communities to increase first-year retention (Hotchkiss et 
al, 2005; Noble et al., 2007; Tinto, 1999). Living-learning communities are created to 
link students together for course work and living (Hotchkiss et al., 2005; Noble, 2007; 
Tinto, 1999). By providing positive experiences that enhance students’ self-confidence, 
institutions are increasing first-year student retention (Chemers, Hu, & Garcia, 2001).  
Institutions recognize their role in increasing student retention and have developed 
strategies to provide continued support and success for their students. Of these strategies, 
mentoring and student-faculty relationships have proven to provide college students the 
added support needed to matriculate from their first to second year in college (Turner & 
Thompson, 2014; Veenstra, 2009).   
Although it is beneficial, students do not seek the advantage of meeting with 
faculty outside of the classroom (Cotton & Wilson, 2006; Kuh & Hu, 2001). Institutions 
depend on the formal relationships that exist with students and faculty members in efforts 
to connect students to their institutions. Formal mentoring relationships are created by the 
institutions through mentees being connected to a specific mentor to achieve specific 
outcomes (Jacobi, 1991). Formal student- faculty relationships can also be subject to be 
identified as the relationship that is cultivated through the institution’s academic advising 
initiatives (O’Banion, 1972, 1994).   
A vital role that campus culture contributes to the student experience was 




predictors of student institutional commitment at 51 campuses nationwide. The study 
suggested the strongest influence on institutional commitment came from the student’s 
own campus experience. Strauss and Volkwein found that student’s academic and social 
experience were five times more significant to a student’s overall commitment to the 
institution than any other variables in the study (such as financial aid and precollege 
characteristics of age, gender, and ethnicity). Policy implications for higher education 
administrators included improving the classroom experience through active engagement, 
addressing advising issues, making faculty more available to students, and facilitating the 
development of friendships among students through campus and community activities 
(Strauss & Volkwein, 2004; Thomas, 2000). As a result, students saw their bond to the 
institution increase through the development of social networks, steadily increased the 
rates of persistence and graduation from the institution.   
 
Feedback from Professors 
Poole (2015) examined a public liberal institution in a rural setting. In an effort to 
increase student retention and success, the university initiated a student success initiative.  
An early alert system and intervention program was created to implement intrusive 
advising appointments with students who are considered at-risk by faculty or staff. A 
student contact student analysis recognized differences between the sample of students 
who responded and received an intervention and the sample of students who did not 





Garton, Sheldon, Orr, and Smith (2015) evaluated advisor quality in an effort to 
address the lack of advising assessment.  Initially, The Advisor Quality Survey consisting 
of 34 items was administered to 1,622 students at the University of Missouri through an 
e-mailed survey request. The researchers reported to have received 730 completed 
responses. These concepts of inquiry were adopted from self-determination theory (Deci 
& Ryan, 1985, 2000) to assess how well the advisor helps to motivate the student 
(Sheldon, Garton, Orr & Smith, 2015).  In the 2-year period and several phases of the 
study, autonomy support from advisors was highly emphasized. Students reported they 
would like advisors to be more helpful, which led to a concern of advisor availability, 
referring to advisors being on time for appointments and available when students need 
assistance.  Additionally, students indicated that mentoring from advisors was of 
importance as well.  Mentoring consist of behavior where advisors expect students to 
have a participating role in their educational program planning and proactive in seeking 
academic success initiatives. 
 
Research on First Year Experience Programs 
 FYE programs are designed to benefit first-year students in various ways.  
Students will benefit from this body of research and future implications, while additional 
research is necessary. High-impact practices, programs, and activities are where students 
commit substantial time and effort in different settings that can help to define the first-




learning, and self-reported gains. The following studies are important contributions to 
FYE program research. 
 
Schrader and Brown  
The evaluation of student knowledge, attitudes, and behaviors (KAB) provided a 
conceptual model to examine a program at a large U.S. university (Schrader & Brown, 
2008). The study examined an intervention program at a large Northeastern university in 
the United States. The FYE program was offered to students as a one-credit course with 
multiple sections. The sections included instructional objectives and themed issues 
related to specific departmental groups in the university. The course was taught by 
university faculty and staff who had expertise in specific content areas as well as student 
advising. The program sustained its consistency by strategically requiring that every 
section include similar overall content and instructional objectives (e.g., academic skills, 
library use, and social conduct).   
Using technological and face-to-face resources, the FYE program was designed to 
enhance a student’s time management, communication, social interaction, and study 
skills, as well as to help develop strategies for problem solving and critical thinking 
(Schrader & Brown, 2008). In the fall of 2002, 65% of entering freshmen volunteered to 
enroll in the FYE program. The remaining 35% of students who decided not to 
participate in the program became the comparison group. Data were received from 2,768 
freshmen during orientations sessions, as well as from 1,141 students at the end of the 
semester. However, only those students who gave informed consent were included in the 




(26%) students served as a comparison group. The total sample was comprised of 602 
females (67%) and 302 males (33%). 
 Although significant differences in knowledge and attitudes were not found, 
Brown and Schrader (2008) reported on a number of implications for future research.  
Future investigations should examine these issues in particular more closely:  
1. The KAB approach is pragmatic and efficient. 
2. FYE programs are capable of increasing knowledge, which is a principle 
objective of the courses. 
3. The FYE program affected attitudes associated with academic and life skills.   
4. Males and females participants responded to the FYE differently.  For 
example, females reported significantly higher attitudes than males.   
5. The study of FYE programs is highly complex.  Further studies focusing on 
retention and attrition are needed. 
 
Awang, Kutty, and Ahmad  
Awang, Kutty, and Ahmad (2014) attempted to look at social support in a variety 
of ways such as academic adjustment, social adjustment and emotional adjustment that 
students identified with student well-being. To gather narrative data from the 16 
university students in this study, an individual semistructured interview process was used.  
Students were interviewed twice in an effort to see adjustments and results in receiving 
social support from the university community, peers, and family members. The thematic 
approach method was used. The interviews were tape-recorded, transcribed, and 




first-year students’ ability to obtain socio-educational support from friends and families.  
Data supported the influence and importance of parent involvement for student 
wellbeing. Awang et al. suggested that the perception of social support should extend 
beyond the confines of the university. The first-year students’ adaptation to a new 
learning environment was attributed to the importance of the student community, senior 
students, and family networks.  
 
Nadelson et al.  
Nadelson et al. (2013) examined the relationships between first-year students’ 
college outlooks and experiences and their knowledge of the university’s programming 
and image. Nadelson et al. believed that student characteristics, the university’s 
programming, and its appearance influence students’ decisions to attend the university.  
The study surveyed 351 first-year students, indicating viable perceptions for their 
institutions expectations and experiences, as well as a combination of influences on their 
decision to enroll in the university, and comparisons between program awareness and the 
influence on students’ university attendance. Nadelson et al. also found a number of 
relationships between expectations, experience, and perceptions of influences with the 
personal characteristics of students.   
 
Clemson  
Clemson (2015) looked at the effect of a student success seminar (SSS) on student 
retention at a regional university. Multiple studies have explored the various explanations 
for student persistence and retention, but influential changes have not occurred to 




application to improve retention of first-year students. The idea of a first-year seminar, or 
student success seminar, was created at colleges and universities to teach advanced 
academic competencies to incoming freshmen. The study included a program evaluation 
of the new seminar as the independent variable and examined the results of those who 
participated in the seminar (SSS) and those who did not (No SSS). The mixed study used 
a contrast between the two groups of students on five quantitative and two qualitative 
questions. The quantitative research gathered consisted of second semester retention, 
GPA, completion of credit hours, pass rate of a freshmen transitions course, and 
academic and social integration to campus. In particular, the social and academic 
integration of the students was measured using the Institutional Integration Scale.   
Clemson (2015) conducted the qualitative study portion of the study to determine 
if the students who participated in the seminar had a relative positive perception of their 
total college experience and an increase confidence in their capability to do well at the 
university. The study discovered no statistically significant difference between the two 
groups in second semester retention, mean GPA, credit hours completed, and social 
integration with the campus. The pass rate of the freshmen transitions course was higher 
for those who did not participate in the SSS than the students who did participate in the 
SSS. As it relates to academic integration, the data from the SSS group supported a 
significant difference in academic integration to campus, as well as visiting the library 
and the multicultural center more often. In particular, the SSS group displayed a more 
positive perception of their overall college experience and possessed an increased 




Horne Jenkins-Guarnieri, Rings, Vaughan, and Wallis 
 Horne, Jenkins-Guarnieri, Rings, Vaughan, and Wallis (2015) conducted a 
quantitative evaluation of a first-year seminar (FYS) program with a coordinated 
curriculum implemented at a public, 4-year university to evaluate its potential role in 
undergraduate student persistence and academic success. There were 2,188 first-year 
students, 342 of whom completed the FYS program designed to improve intellectual 
variables related with student outcomes such as motivation and commitment to the 
university, as well as logical skills such as time management, critical reading, and study 
strategies. Analysis of the data suggested that participation in the FYS program was 
connected with increases in the probability of persisting and being in good academic 
standing, even after controlling for relevant background characteristics. Horne et al. 
reported that FYS involvements might be effective interventions for improving student 
productivity. Significant inferences for practice and continued research were discussed.   
 
Gonyea and Tukibayeva  
 Gonyea and Tukibayeva (2014) studied the effect of high-impact practices and the 
first-year student. High-impact practices are a relatively new concept in undergraduate 
education although the activities have been endorsed for some time. Not all programs 
created in student success are designated as high-impact. Six characteristics are 
distinguished as high-impact and conducive to deep learning, where students produce 
ideas and perceptions that collectively make a significant change in their worldviews and 
self-awareness. Gonyea and Tukibayeva used data from the 2011 administration of the 




examined the first-year students who participated in selected high-impact practices and 
examined the effect on deep learning, self-reported gains, and overall satisfaction with 
the FYE. The research was limited to the analysis of three practices collected by the 
NSSE for first-year students: service learning, communities, and undergraduate research.  
Gonyea and Tukibayeva reported that first-year students are more likely to participate in 
service learning at smaller, private institutions. Among the three-high impact practices 
examined, service learning held the most significant relationship with extreme 
approaches to learning, self-reported gains, and student satisfaction. Learning 
communities are prominent at larger institutions because there is a desire to create 
smaller, personal, and more connected environments for first-year students.   
 In contrast, students at small colleges experience the first-year group as a learning 
community in which they live in the same building, learn from the same faculty, and take 
the same courses. What works for large universities may not work for small institutions.  
High-impact activities represent one aspect of a student’s academic undergraduate career, 
but applied effectively students will benefit in the first year and beyond. There are 
positive outcomes in the area of student learning and development when all new students 
have the opportunity to participate in a minimum of at least one high-impact initiative in 
their first-year experience. 
 
Chu  
 Chu (2016) used case study methodology an urban campus to the impact of first-
year programs on student perceptions of belonging, adjustment, success, and support.  




experience program that consisted of an extended orientation camp and an intentional 
programming model at a large, public, 4-year, urban campus in the southern United 
States.  Results from the study revealed (a) the perceptions of impact the first-year 
programs have on a student’s belonging, adjustment, success, and support after the first 
semester of college, and (b) common themes and trends throughout the first six weeks of 
their participation related to their perceptions of belonging, adjustments, success, and 
support. Chu suggested that future research should explore specific resources, learning 
outcomes, and retention rates across other urban colleges and universities. 
 
Summary 
Educational leaders hoping to understand first-year students in a university setting 
should understand students before creating initiatives and programs to help them.  
Students arrive at universities from various backgrounds, with different backgrounds, and 
piloting programs and initiatives that are too extreme in nature will not meet the needs of 
all students (Brooman & Darwent, 2012; Cole & Korkmaz, 2010; Wilcox, Winn, & 
Fyvie-Gauld, 2005). Students are successful when they are supported in their transition 
from high school to college throughout their first year and are less likely to drop out 
(Tinto, 1993). In effort increase progression, educational leaders are urged to help 
students to integrate socially through campus life and activities (Hunter & Gahagan, 
2003). Institutional support and assurance are pertinent aspects regarding student 
retention in the field of higher education. The relationship between faculty and staff with 




One vital relationship of mentorship was discovered to be of influence in student 
success is academic advising. Academic advising is a form of mentoring that connects the 
student to the institution and provides support through the student’s education process 
(Campbell & Nutt, 2008; Nutt, 2003; Young-Jones et al., 2013). In some cases through 
academic advising, students are made aware of the university resources thus becoming 
the hub of student retention (Nutt, 2003). FYE programs influence first-year students in 
multiple ways by developing the students and creating a sense of community. Students 
during their first year of college must feel strong social support to create a sense of well-
being at the school. This is met with contributions from parents, classmates, faculty, and 
staff that help to foster a successful environment for students. Although many ideas are 
created and carried out to promote the success of first-year students, the key to the 
success of any university initiative is to have institutional buy-in. The institution of 












Several programs that are offered at many colleges and universities across the 
nation are The First Year Experience (FYE) programs. The goal of these programs is to 
assist students with their transition from high school to college. FYE programs can 
support students in their academic pursuits and well as assist them in shaping their 
extracurricular interests. These programs can range from offices dedicated to the 
advisement of freshman students to semester/year-long courses that orient freshmen to 
university history and services. Additionally, first year experience courses often aim to 
increase students’ sense of campus community and connection to their institutions, while 
giving students the opportunity to interact with faculty and peers. 
The goal of this study was to assess the relationship between college sophomore 
students’ academic motivation, academic self-efficacy, their perceptions of the support 
they received during their first-year advisory program, and their satisfaction with the 
advisement they received. Several theories have been explored that address self-efficacy 
and personal motivation. For the purposes of this study, the researcher explored Albert 
Bandura’s theory of self-efficacy and the self-determination theory to address students’ 





Bandura’s Theory of Self-Efficacy 
 Self-efficacy is a person’s confidence in their intrinsic capacity to accomplish 
objectives. Albert Bandura (1986) characterized it as an individual judgment of how well 
one can execute strategies required to manage imminent circumstances. Desires for self-
efficacy decide if an individual will have the capacity to show adapting conduct and to 
what extent action will be continued despite deterrents (Stajkovic & Luthans, 1998). 
People who have high self-efficacy will apply take adequate steps to achieve desired 
results, though those with low self-efficacy are more likely to give up and fail at their 
goals (Stajkovic & Luthans, 1998). Analysts have contemplated self-efficacy from a few 
points of view, taking note of different ways in the advancement of self-efficacy: the 
elements of self-efficacy and deficiency in that department, in a wide range of settings; 
associations between self-efficacy and self-idea; and propensities for attribution that add 
to, or reduce, self-efficacy. Self-efficacy influences each zone of human undertaking. By 
deciding the convictions an individual holds with respect to their capacity to influence 
circumstances, it emphatically impacts both the power an individual really needs to 
confront difficulties capability and the decisions an individual is well on the way to 
make. These impacts are especially obvious, and convincing, concerning practices 
influencing well-being (Luszczynka & Schwarzer, 2005) . 
 
Self-Determination Theory 
Self-determination theory (SDT) is a large scale hypothesis of human inspiration 
and identity that concerns individuals' inborn development inclinations and intrinsic 




without outer impact and obstruction. SDT centers around how much a person's conduct 
is self-inspired and self-determined (Ryan & Deci, 2017). 
During the 1970s, SDT advanced from studies contrasting the characteristics and 
extraneous thought processes, and from developing comprehension of the overwhelming 
job inherent inspiration played in a person’s behavior; however, it was not until the mid-
1980s that SDT was formally presented and acknowledged as a sound observational 
hypothesis.  Research applying SDT to various territories in social brain research has 
expanded impressively since the 2000s.  
Key examinations that prompted development of SDT included research on 
natural motivation. Intrinsic inspiration alludes to starting a movement for the good of its 
own on the grounds that it is fascinating and fulfilling in itself, rather than completing an 
action to get an outside objective (extraneous inspiration). Diverse kinds of inspirations 
have been depicted dependent on the degree they have been disguised. Disguise alludes 
to the dynamic endeavor to change an outward rationale into actually embraced qualities 
and in this way acclimatize social directions that were initially external (Lepper et al., 
1973). 
Edward L. Deci and Richard Ryan (2017) later developed the early work 
separating among natural and outward inspiration and proposed three primary 
characteristic needs engaged with self-determination. According to Deci and Ryan, these 
necessities are said to be widespread, intrinsic, and mental, and incorporate the 




SDT is focused on the conviction that human instinct shows steady positive 
highlights, that it over and again indicates exertion, organization and responsibility in 
their lives that the hypothesis calls “innate development inclinations.”  Individuals 
likewise have intrinsic mental requirements that are simply the premise inspiration and 
identity incorporation. SDT distinguishes three natural needs that, whenever fulfilled, 
permit ideal capacity and development: Competence, relatedness, and autonomy. These 
requirements are viewed as widespread necessities that are inborn, not scholarly (natural), 
and found in humankind crosswise over time, sexual orientation and culture. Deci and 
Ryan (2017) guaranteed that there are three fundamental components of the hypothesis:  
1. Humans are characteristically proactive with their potential and acing their 
internal powers, (for example, drives and feelings).  
2. Humans have an inalienable propensity toward development improvement and 
coordinated working.  
3. Optimal improvement and activities are intrinsic in people however they do 
not occur consequently  
To complete their intrinsic potential they require support from the social 
condition. On the off chance that this occurs there are certain outcomes (for example 
prosperity and development) yet on the off chance that not, there are negative outcomes. 
So SDT underlines people's common development toward constructive inspiration; 






Intrinsic motivation is the characteristic, innate drive to search out difficulties and 
new potential outcomes that SDT partners with psychological and social advancement. 
Guaranteeing social setting occasions like criticism on work or rewards lead to 
sentiments of capability thus upgrade inborn inspirations. Deci and Ryan (2017) 
discovered positive criticism improved natural inspirations and negative input decreased 
it. Vallerand and Reid (1984) went further and found that these impacts were being 
intervened by seen control. Self-rule, in any case, must go with skill for individuals to see 
their practices as self controlled by inborn inspiration. For this to occur there must be 
prompt logical help for the two needs or inward assets dependent on earlier improvement 
bolster for the two needs.  
Intrinsic motivation is additionally connected to relatedness through the 
speculation that characteristic inspiration thrives whenever connected with a feeling that 
all is well with the world and relatedness. Grolnick and Ryan (1989) discovered lower 
characteristic inspiration in youngsters who trusted their instructors to be unfeeling or 
cold thus not satisfying their relatedness needs.  
 
Extrinsic Motivation  
Extrinsic motivation originates from outer sources. Deci and Ryan (2017) created 
organismic joining hypothesis (OIT), as a sub-hypothesis of SDT, to clarify the diverse 
ways outwardly roused conduct is managed. OIT subtleties the distinctive types of 
Extrinsic motivation and the settings in which they come to fruition. It is the setting of 




inspirations are disguised thus incorporated into the feeling of self. Outwardly inspired 
practices can be incorporated into self. 
 
Student Satisfaction 
Low (2000) suggested that thriving institutions have three important attributes: 
“they focus on the needs of their students, they continually improve the quality of the 
educational experience, and they use student satisfaction data to shape their future 
directions” (p. 2).  Student satisfaction measures how effectively campuses deliver what 
students expect, need, and want.  When institutions meet or exceed student expectations, 
higher student satisfaction and retention are the result (Low, 2000).   
Low (2000) and Light (2001) indicated that student satisfaction with academic 
advising is an important part of a successful college experience. Noel-Levitz (2006) 
conducted a nationwide survey of student satisfaction involving 226,423 undergraduates 
enrolled in 425 U.S. colleges and universities. Noel-Levitz discovered that, along with 
quality of instruction, academic advising “is consistently the next-most-important area of 
college experience to students…ahead of registration, campus safety, and support 
services” (p. 3). In addition, Noel-Levitz found that while 74% of  students were satisfied 
with their academic advisor’s knowledge of degree requirements, only 67% were 
satisfied with their advisor’s concern about their success as individuals and only 60% 
were satisfied with the degree to which their advisor helped them to set goals. Student 
satisfaction with academic advising is related to overall student satisfaction and retention 
(Corts, Lounsbury, Saudargas, & Tatum, 2000). Because of the significant role of 




grounded in an evaluation of student perceptions, desires, and satisfaction with academic 
advising.   
The research has been limited on the relationship between how advising is 
delivered and student outcomes for student satisfaction with advising, and student 
academic motivation and academic self-efficacy. Research has signified a relationship 
between the number of advising and advising learning outcomes as well as general 
satisfaction with advising, particularly the more regularly a student sees an advisor, the 
greater the learning, after acknowledging other factors (Smith & Allen, 2006). Swecker, 
Fifolt, and Searby (2013) illustrated the significance of advising in the retention of first-
generation college students. The data suggest that for every meeting with an advisor the 
odds a student is retained increases by 13%. Therefore, advising appointments could be 
an institutional strategy that consistently bonds students to their academic institution.  























History of Instruments 
 When administering educational research, it is imperative to use research 
instruments that have been found to be reliable and valid. Although previous initiatives 
have expanded the research literature, the overall evaluation and assessment processes 
used in academic advising to date has been inconsistent (Allen & Smith, 2008).   
 
Inventory of Academic Advising Functions- Student Version 
 This advising survey instrument was developed and implemented by Smith and 
Allen (2006). The survey asked students about the importance of and their satisfaction 
with academic advising functions, where and how often they get academic advising, and 
their advising learning (McFarlane, 2013). Since its inception, it has been administered to 
undergraduate students at five public 4-year institutions, two private 4-year institutions, 
and two community colleges in the Pacific Northwest region.   
 
Academic Self-Efficacy Scale of the Motivated Strategies for Learning 
Questionnaire  
The Academic Self-Efficacy Scale was created by Jerusalem and Schwarzer 
(1981) in German and involved only one dimension which showed a significant structure 
for the academic self-efficacy. Including 7 items, the scale consists of 4 points 
(completely convenient, convenient, less convenient, completely inconvenient). There are 
many adaptations of this study and some of the items may change from the original scale 
(Owen & Froman, 1988). The validity of some adapted scales still support the data of the 




describing “routine, frequent academic behaviors in college students” (Owen & Froman, 
1988, p. 4). 
 The Motivated Strategies for Learning Questionnaire (MSLQ) was created by 
Pintrich and DeGroot (1990) by combining items from various scales assessing student 
motivation, cognitive strategy use, and meta-cognition. The scale consists of 44 items and 
the study subjects rated each item on a 7-point Likert scale, ranging from 1(not at all true 
for me) to 7 (very true for me). 
 
Academic Motivation Scale 
Researchers Vallerand and Bissonnette(1992) examined academic motivation 
from a variety of perspectives. The two infer that intrinsic, extrinsic, and amotivational 
styles of behavior indicate behavioral persistence in academic settings (Deci & Moller, 
2005). It was reported that they found extrinsic behaviors were not relative to persistence 
in activities.  However, they found that identified regulation was positively related to 
academic persistence. The results of their research matched with previous research that 
have indicated motivation and external regulation are negatively related to college 
persistence (Deci & Moller, 2005; Kuh, Schuh & Whitt, 2005; Vallerand et al., 1993). 
 
Limitations and Delimitations 
 It is certain that all studies contain a certain amount of limitations. The analysis 
will rely on self-report data from student participants. These data may not be reflective of 
the students’ actual experiences; this could also be influenced by maturation, indicating 
the current time of inquiry could influence the results. A more open range examination to 




it pertains to academic advising satisfaction, learning outcomes, and retention. This 
research does not provide a more in-depth longitudinal study.   
 
Summary 
The research questions were examined using a quantitative survey research 
approach using three validated instruments. These instruments have been used to 
investigate the relationship between student success with motivation and self-efficacy. 
For the purpose of this research, these theories helped to examine the relationship of 
college sophomores’ academic motivation and academic self-efficacy, and the 
perceptions of the support they received during their first year advisory program, as it 
relates to their satisfaction with the advisement they received. The identified instruments 
that align with the theoretical framework of this study assess student motivation, 
academic motivation, and satisfaction with academic advisement. Some limitations of 
this framework and instrumentation consist of the analysis from the various use of these 
models rely on self-report data from student participants. This data may not be reflective 










 The purpose of this study was to examine the relationship between college 
sophomore students’ academic motivation, academic self-efficacy, their perceptions of 
the support they received during their first-year advisory program, and their satisfaction 
with the advisement they received. An analysis was conducted to determine the 
relationships between student satisfaction and their perception of the support they 
received as well as students’ academic motivation and academic self-efficacy. This 
chapter contains a description of the methodology.   
 
Research Design 
 The quantitative research approach was used in this study. Quantitative Research 
involves the use of computational, statistical, and mathematical tools to derive results.  
After statistical analysis of the results, a comprehensive answer is reached, and the results 
can be legitimately discussed and published. Quantitative experiments also filter out 
external factors, if properly designed, and so the results gained can be seen as real and 
unbiased (Creswell, 2003).   
 
Research Setting 
 The research setting is a 4-year public university located in the southeastern 




black or African American, 21% white, 6% Asian, and 5% Hispanic or Latino. The 
gender makeup of the institution is 68% female and 31% male with a large majority of 
the institution’s population from surrounding county high schools. The student-faculty 
ratio is 16:1 and 43% of its classes have fewer than 20 students. The freshman retention 
rate is 70%. This institution was chosen because of its recent transition from a two-year 
college to a 4-year university with a newly centralized advising structure that includes a 
first-year advising program.   
 
Study Population 
The study’s population included 389 full-time and part-time freshmen at the 4-
year university. Students who completed two full semesters after their matriculation at 
the university were asked to participate in the study.   
 
Instruments 
An online questionnaire collected data on students’ experiences with advising and 
their academic self-efficacy and motivation. In addition, respondents were asked to 
provide their gender, grade point average, age, student classification, and number of 
credits earned at their institution. Self-reported grade point averages were used to 
measure academic performance. Gender, age, self-reported grade point average, and 
number of credits earned were used to describe the sample. Permission to use academic 
scale instrument only required the researcher to mention the scale in the reference section 
of this study. The manual for motivated strategies scales, as well as self-efficacy listed 
each question for implied future research use. The use of the Inventory of Academic 




The survey used in this research combines questions from all 3 instruments without 
making any adjustments to questions. 
 
Academic Self-Efficacy 
Academic self-efficacy was measured by one scale of the Motivated Strategies for 
Learning Questionnaire developed by Pintrich and DeGroot (1990). The academic self-
efficacy (ASE) scale contains nine items and uses a 7-point Likert scale from 1 (not at all 
true of me) to 7 (very true of me). The scale measures perceived competence and 
confidence in performance of class work (e.g., “I expect to do very well in my classes;” 
“I am sure that I can do an excellent job on the assignments and tests in my courses;” 
“I’m certain I can master the skills being taught in my courses”). The ASE scale score 
ranges from 1 to 7, with a high score indicating high perceived academic self-efficacy.  
Pintrich and DeGroot (1990) reported a reliability value of α = .89 for the ASE scale.  
Pintrich, Smith, Garcia, and McKeachie (1993) reported the Motivated Strategies for 
Learning Questionnaire scale reliabilities were robust and that the instrument had 
reasonable predictive validity.   
 
Academic Motivation 
Academic motivation will be measured by the 28-item Academic Motivation 
Scale (AMS).  The AMS is based on a French instrument developed by Vallerand, 
Pelletier, Blais, and Brière (1992, 1993).  The AMS is based on the tenets of self-
determination theory.  The AMS contains seven scales and uses a 7-point Likert scale 
that ranges from 1 (does not correspond at all) to 7 (corresponds exactly).  High scores 




know, to accomplish things, and to experience stimulation), three scales measure types of 
extrinsic motivation (external, introjected, and identified regulation), and one scale 
measures amotivation.  Vallerand et al.  (1992) reported Cronbach’s alphas of the seven 
scales ranged from .  83 to .  86 when the English version of the instrument was 
developed.   
 
Inventory of Academic Advising Functions- Student Version 
 
 This advising survey instrument was developed and implemented by Smith and 
Allen (2006). The survey asked students about the importance of advising and their 
satisfaction with academic advising functions, where and how often they get academic 
advising, and their advising learning (McFarlane, 2013). This questionnaire asks students 
to rate their satisfaction with the advising they receive based on functions that have been 
found essential to the advising role (e.g., “How satisfied are you with the advising they 
receive on this function?”). The functions important to the advising role that are 
identified within five domains are: integration, referral, information, individuation, and 
shared responsibility and using a 6-point Likert-type scale, where scale point 1 = not 
satisfied and scale point 6 = very satisfied. Since its inception, the survey has been 
administered to undergraduate students at five public 4-year institutions, two private 4-
year institutions, and two community colleges in the Pacific Northwest region of the 
United States.   
 
Data Collection Procedures 
 The researcher received permission to conduct the study from the university via 




by email and asked them to participate in the web-based survey that could be accessed 
through an embedded link in the email message. The sections of informed consent are 
included in the email message which also includes the purpose of the survey which is 
described to the students. Students are assured that their responses will be confidential, 
their participation is voluntary, the participation in the survey is voluntary, and 
participating in the survey would not affect their relationship with the institution. Two 
weeks after the initial email, a follow-up email was sent to the students who still had not 
taken the survey. Two weeks later, a second and final follow-up email was sent to the 
students who still had not taken the survey. Students at the student site were not offered 
an incentive as institutional policy at the institution prohibited the use of incentives for 
students to participate in research. Two days later, the survey was closed and the data 
collected was loaded into the Statistical Package for the Social Sciences (SPSS) software 
for analysis.   
 
Data Analysis Procedures  
 An online questionnaire collected data on students’ experiences with advising and 
their academic self-efficacy and motivation. In addition, respondents were asked to 
provide their gender, grade point average, age, student classification, and number of 
credits earned at their institution. Gender, age, self-reported grade point average, and 
number of credits earned were used to describe the sample. Subjects (first-time, full-time 
sophomores) currently enrolled received an email survey by the investigator through the 
Center for Advising & Retention (CAR). The investigator did not have access to the 




confidential. The information participants provided will be kept private in any report that 
may be published and will not include any information that would make it possible to 
identify a participant. Special precautions were established to protect the confidentiality 
of responses by using an electronic system (Survey Monkey) that separated the survey 
responses from any personally identifiable information that could link the responses to 
the participants. The answers provided were summarized along with the responses of 
other students so that individual responses will never be identified in any report.  
Analysis of data were garnered from surveys and disaggregated in SPSS with the 
intention of answering only the research questions of this project.  
 
Working with Human Subjects 
 No incentives were provided for participation. There were no potential risks for 
participants. The information collected did not include any identifiable information from 
the participants. Participants were assured confidentiality because responses were not 
tracked in any way that could identify respondents.   
 
Summary 
 The first-year student’s satisfaction and perception as it relates to academic 
advising, retention, and student perception were examined in this study. This chapter 
focused on methodology of the research study with an explanation of the purpose of the 
study. The validation for the determination of the sample and the setting of the research 
were discussed. The research design, as well as the research instruments and their validity 





CHAPTER V  
 





The purpose of this study was to examine the relationship between college 
sophomore students’ academic motivation, academic self-efficacy, their perceptions of 
the support they received during their first-year advisory program, and their satisfaction 
with the advisement they received. An email with a link to an online survey was sent to 
389 students who were enrolled at a 4-year public university located in the southeastern 
United States. The results of an analysis of the responses received from students who 
were first-year students in 2017–2018 are presented in this chapter. 
 
Description of the Sample 
Full-time and part-time students who had completed two full semesters at the 
university were asked to participate in the study. Eighty-nine students clicked on the 
survey link in the email sent to them by the First-Year Advising Department of the 
Academic Advising Center for a response rate of 22.8%. Respondents did not respond to 
all variables. However, the responses of 57 students contained enough data to use in the 
analysis of the research questions, for a completion rate of 64.0%. A majority of the 
respondents were female (69%), 19 years of age (57%), sophomores (70%), with a grade 
point average of 3.0 or greater (61%). Fifty-one percent of the students had completed 30 





Description of the Respondents 
Characteristics n % 
Gender   
Male 16 30.8 
Female 36 69.2 
Age   
18 12 22.2 
19 31 57.4 
20 10 18.5 
22 1 1.9 
Classification   
Freshman 16 29.6 
Sophomore 38 70.4 
Current GPA average   
2.0–2.4 4 7.4 
2.5–2.9 17 31.5 
3.0–3.4 20 37.0 
3.5–3.9 9 16.7 
4.0 4 7.4 
Number of credits earned   
15 or fewer 5 9.4 
16–27 10 18.9 
28–29  11 20.8 
30–32 18 33.9 






Reliability of Scales 
 Academic self-efficacy was measured by the academic self-efficacy (ASE) scale 
of the Motivated Strategies for Learning Questionnaire. The ASE contains seven items 
and uses a 7-point Likert scale from 1 (not at all true of me) to 7 (very true of me). A 
high score indicates higher perceived competence and confidence in performance of class 
work. Academic motivation was measured by seven scales of the 28-item Academic 
Motivation Scale that uses a 7-point Likert scale that ranges from 1 (does not correspond 
at all) to 7 (corresponds exactly). High scores indicate high perceived motivation. Three 
scales measure types of intrinsic motivation (to know, to accomplish things, and to 
experience stimulation), three scales measure types of extrinsic motivation (external, 
introjected, and identified regulation), and one scale measures amotivation. 
 The Inventory of Academic Advising Functions asked students about their 
satisfaction with the advising they received based on functions found essential to the 
advising role. The satisfaction scale uses a 6-point Likert scale that ranges from 1 (not 
satisfied) to 6 (very satisfied).  A high score indicates more satisfaction with the advising 
they received. Internal reliability of each of the 10 scales was determined using the 
Cronbach’s alpha coefficient (see Table 2). The alpha coefficients ranged from .79 to .96.  









Reliability of Scales Used in the Analysis of Research Questions 
Scale Number of items Cronbach’s Alpha 
Academic self-efficacy   7 .89 
Academic motivation   
Intrinsic   
To know   4 .94 
To accomplish things   4 .87 
To experience stimulation   4 .85 
Extrinsic   
External   4 .79 
Introjected   4 .89 
Identified regulation   4 .79 
Amotivation   4 .89 
Satisfaction 12 .96 
 
Analysis of Research Questions 
 Five research questions were answered using the students’ responses to the online 
survey. Use of academic counseling was defined as the number of sources used by each 
student (see Table 3). A majority of the students used the Center for Advising and 
Retention website (64%), the Degree Works audit reporting system (75%), and 
curriculum sheets provided by the Center (52%). Forty-two percent of the students 
indicated that they used three or more of the sources. Another third (36%) indicated that 







Students’ Use of Academic Counseling 
 n* % 
Source of advisement   
Catalog 11 19.6 
Center for Advising and Retention 36 64.3 
Curriculum sheets 29 51.8 
Degree Works degree audit system 42 75.0 
Friends/fellow students 13 23.2 
Family members 2 3.6 
Number of sources (students’ use of academic counseling)   
1 12 21.4 
2 20 35.7 
3 17 29.8 
4 5 8.9 
5 2 3.6 
 
* Multiple responses possible 
 
 The independent and dependent variables were examined for skewness and 
kurtosis and for outliers. An outlier was found in academic self-efficacy and was 
removed from all analyses using that variable. The means and standard deviations of the 
remaining dependent and independent variables used in the analysis of the research 







Means and Standard Deviations of Scales Used to Answer Research Questions 
Scale Min Max M SD 
Academic self-efficacy 3 6 5.30 0.74 
Academic motivation     
Intrinsic     
To know 1 7 5.30 1.39 
To accomplish things 2 7 5.00 1.37 
To experience stimulation 1 7 4.43 1.55 
Extrinsic     
External 3 7 5.71 1.04 
Introjected 1 7 5.34 1.28 
External regulation 2 7 5.81 1.00 
Amotivation 1 7 2.65 1.79 
Satisfaction (students’ perceptions of 
the academic counseling support 
they received) 2 6 4.35 1.07 
 
RQ1: What is the relationship between students’ use of academic counseling and 
their perceptions of their academic self-efficacy? 
A Pearson’s product moment correlation procedure was used.  A positive, 
nonsignificant correlation (r = .18, p = .18, n = 55) between the students’ use of academic 
counseling and perceptions of their academic self-efficacy was found.   
 RQ2: What is the relationship between students’ use of academic counseling and 





A series of Pearson’s product moment correlation procedures was used to 
determine if a relationship existed between students’ use of academic counseling and the 
seven scales of academic motivation. A significant, positive, low correlation (r = .29, p = 
.03, n = 51) was found between the intrinsic motivation subscale to know and students’ 
use of academic counseling (see Table 5). As level of intrinsic motivation increased, so 
did students’ use of academic counseling. 
Table 5 
Relationship between Students’ Level of Use of Academic Counseling and Their 
Academic Motivation (n = 51) 
Academic motivation 
Correlation with students’ level use of 
academic counseling (r) p 
Intrinsic   
 To know .29 .03 
 To accomplish things .19 .17 
 To experience stimulation .06 .64 
Extrinsic   
 External .11 .44 
 Introjected .08 .57 
 External regulation .06 .65 
Amotivation -.23 .09 
 
 RQ3: What is the relationship between students’ perceptions of the support they 
received during their first-year advisory program and their perceptions of 
their academic self-efficacy? 
 The researcher used Pearson’s product moment correlation procedure to find a 




perceptions of the support they received and their perceptions of their academic self-
efficacy. As self-efficacy increased, so did students’ perception of the support they 
received during their first-year advisory program. 
 RQ4: What is the relationship between students’ perceptions of the support they 
received during their first-year advisory program and their perceptions of 
their academic motivation? 
A series of Pearson’s product moment correlation procedures was used to 
determine if a relationship existed between students’ perceptions of the support they 
received and the seven scales of academic motivation. Significant, positive, and low to 
moderate correlations were found between students’ perceptions of the support they 
received and two of the intrinsic motivation subscales and all three of the extrinsic 
motivation subscales (see Table 6).  As intrinsic and extrinsic motivation increased so did 
satisfaction with the academic counseling support they received. 
 
Table 6 
Relationship between Students’ Satisfaction with Support Received and Their Motivation 
(n = 51) 
Academic motivation 
Correlation with students’ satisfaction 
with support received                              
(r) p 
Intrinsic   
To know .41 < .01 
To accomplish things .36 .01 
To experience stimulation .26 .06 
 





Correlation with students’ satisfaction 
with support received                              
(r) p 
Extrinsic   
External .46 < .01 
Introjected .31 .03 
External regulation .37 < .01 
Amotivation .16 .25 
 
 RQ5: What variables (i.e., gender, grade point average, academic motivation, 
and academic self-efficacy) predict students’ satisfaction with 
advisement? 
Seven scales of motivation, gender, grade point average, and academic self-
efficacy were entered into an equation to predict students’ satisfaction with advisement.  
Multicollinearity was tested using the tolerance statistics in the initial regression analysis 
predicting students’ satisfaction. Values for each predictor variable were greater than 1 
and less than 10. Independence and constant variance was tested using the standardized 
residuals and standardized predicted values in the sample. Cases were not included if 
missing data were found for any of the 10 variables selected for the analysis. 
The multiple regression used 46 cases to create a significant equation [F (2, 43) = 
9.70, p < .01]. Significant variables in the regression equation were extrinsic external 
motivation and grade point average. The two variables accounted for 31.1% (adjusted  
R2 = .279) in the variance of students’ satisfaction with advisement. The predictor 
variable grade point average had a negative beta weight, indicating that students with 




received (see Table 7). A positive beta weight for the other significant predictor indicated 




Demographic Variables Predicting Students’ Satisfaction with Advisement 
 Unstandardized  Standardized   
Variable B SE Beta t p 
(Constant) 2.44 0.868  2.813 .007 
Extrinsic external motivation 0.513 0.133 0.492 3.872 <.001 
GPA -0.297 0.122 -0.310 -2.436 .019 
 
Summary 
Full-time and part-time students who had completed two full semesters at the 
university responded to an online survey to examine the relationship between college 
students’ academic motivation, academic self-efficacy, their use of academic support 
during their first-year advisory program, and their satisfaction with the advisement they 
received. Responses from 57 students were used to answer five research questions. No 
significant correlation was found between the use of academic counseling and 
perceptions of their academic self-efficacy. However, a significant, positive, low 
correlation was found between the students’ use of academic counseling and the intrinsic 
motivation subscale to know. A positive, significant, low correlation was found between 
the students’ perceptions of the support they received and their perceptions of their 




support they received during their first-year advisory program. Significant, positive, and 
low to moderate correlations were found between students’ satisfaction with the 
academic counseling support they received and two of the intrinsic motivation subscales 
and all three of the extrinsic motivation subscales. As intrinsic and extrinsic motivation 
increased so did the students’ satisfaction with the academic counseling support they 
received. 
A multiple regression found extrinsic external motivation and grade point average 
to be significant predictors of students’ satisfaction with their advisement. Students with 
lower grade point averages were more likely to be less satisfied with the advisement that 
they received. However, students’ satisfaction with their advisement was positively 





FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
 
The purpose of this study was to assess the relationship between college 
sophomore students’ academic motivation, academic self-efficacy, their perceptions of 
the support they received during their first-year advisory program, and their satisfaction 
with the advisement they received. Five research questions were developed to examine 
the independent variables presented in this study. Findings, conclusions, implications, 
limitations, and the researcher’s recommendations are compiled in this section. 
 
Discussion of the Findings 
 The researcher hypothesized that students who attend colleges and universities 
that provide first-year advisory programs possess a greater sense of motivation and self-
efficacy as it relates to their academic performance during their freshman year.  Because 
of the intentionality of a first-year advisory program, the researcher also hypothesized 
that these students would express an overall satisfaction in the advisement they received 
during their first year of college. The findings of this study are intended to assist colleges 
and universities in modifying their first-year programs while examining ways to increase 
their student retention and add to the overall quality of the first-year experience, thereby 
creating more opportunities for students to grow academically and socially during their 
overall college experience.  To test the four variables addressed in this study the 




Learning Questionnaire and the Inventory of Academic Advising Functions. The 
responses to these inventories suggest that students frequently use the Degree Works 
audit reporting system to manage the completion of academic requirements. Students also 
frequently visited the Center for Advising and Retention website to seek updates and to 
answer their questions about registration and advisement. The majority of the students 
used a combination of sources to meet their advisement needs. 
 The Academic Self-efficacy (ASE) scale of the Motivated Strategies for Learning 
Questionnaire used to measure students’ self-efficacy as it relates to their 
advisement/counseling program saw a small positive correlation. A small number of 
students who completed the survey displayed an increase in self-efficacy after having 
been involved in a first-year experience program. This finding supports Bean and Eaton’s 
(2001) claim that programs and services should aim to develop students’ academic 
confidence, autonomy, and optimism toward their collegiate experience. The findings 
from the study also suggest that as students’ intrinsic motivation to succeed academically 
increased so did their levels of satisfaction with the experiences garnered by participating 
in a first-year advisement initiative. When asked about their perceptions of the support 
received through their advisement/counseling program, student responses increased 
positively as their self-efficacy increased coinciding with Tinto (1993) who stated that 
students feel more successful when they are supported in their transition from high school 
to college throughout their first year. Additionally, the satisfaction with the academic 
counseling support received increased as the students’ intrinsic and extrinsic motivation 




dissatisfaction with their academic counseling experiences while the other significant 
predictor indicated that students’ satisfaction with their advisement was positively related 
to extrinsic external motivation. 
 
Conclusions and Implications 
 Based on the findings of this quantitative study, much of the researcher’s 
hypothesis was supported but that support was largely due to the students’ individual 
intrinsic and extrinsic motivation. With the main focus of this study being to determine 
the relationship between college sophomore students’ academic motivation, academic 
self-efficacy, their perceptions of the support they received during their first-year 
advisory program, and their satisfaction with the advisement they received, the following 
implications have been revealed from the findings of this research in correlation of the 
population studied. 
● A study conducted by Clemson (2015) support the findings of this study that 
students that participate in first-year programs have a positive perception of 
their total college experience and an increased confidence in their capability to 
do well at the university. 
● Horne, Jenkins-Guarnieri, Rings, Vaughan, and Wallis (2015) conducted a 
quantitative evaluation of a first-year seminar (FYS) program with a 
coordinated curriculum implemented at a public, 4-year university to evaluate 
its potential role in undergraduate student persistence and academic success.  
Analysis of the data suggested that participation in the FYS program was 




academic standing. This coincides and supports the findings of this study as it 
relates to students having participated in FYS programs having a high sense of 
self-efficacy.   
● Finally, the findings suggest that the overall student opinion of effectiveness of 
the FYS program, at this university, is largely based on students’ intrinsic and 
extrinsic motivation. 
 
Limitations of the Study 
This study has limitations as it is conducted with a group of students at only one 
university which resulted small sample size and opinions based off of the experience of 
only one first-year experience program. The researcher was also only able to garner the 
participation of the current sophomore class at the university and was unable to survey 
students who have completed the first-year advisory program in years prior to this 
research study being completed. Participants of this survey are likely to be those who 
were successful in their first-year, than those who were not as successful during their 
first-year.  An additional limitation of the study was the degree of willingness of 




Recommendations for Improving Program Practice 
The findings of this study can be possibly used to improve the administrative 
practice at this university and other institutions of higher learning. As a result of the 




motivation, FYE program evaluators could conduct qualitative research to gain student 
perspectives on the specifics aspects of the programs that could be improved. By asking 
open-ended questions, program evaluators can learn exactly what services first-year 
students feel they need in order to be successful during the freshman experience. This 
would not only assist the success of those students who are motivated but, it will also 
assist those students who are struggling with adjusting academically and socially to the 
college experience.   
 
Recommendations Influencing Program Review and Modification 
 Because the needs of each incoming class can vary, FYE program administrators 
could use the findings to poll incoming students on their attitudes and perceptions about 
college prior to their enrollment. This information can inform administrators of what 
students feel that they need to successfully matriculate so that each FYE program is 
tailored to the needs of the incoming class rather than a one-size-fits-all plan that is used 
year after year. Serving as trailblazer in this area, this university could serve as the 
prototype for FYE programs creating a model for the other universities with the system.  
 
Suggested Future Research 
 The researcher recommends that schools who have implemented first-year 
experience programs create a diverse task force comprised of current freshmen, 
sophomore, junior and senior students to assist their administrations in guiding the 
structure of the program. This will ensure that all voices are heard and that equity is at the 





but it will also assist administrators with ensuring that supports are included in FYE 
programs for students that fall into particular subgroups. 
 
Summary 
 The goal of this quantitative study was to assess the relationship between college 
sophomore students’ academic motivation, academic self-efficacy, their perceptions of 
the support they received during their first-year advisory program, and their satisfaction 
with the advisement they received. Overall the study revealed that students who had high 
to moderate levels of intrinsic and extrinsic motivation displayed higher levels of 
satisfaction as it related to the academic counseling they received during their FYE. The 
study also revealed that only a small group of students felt that their first-year experience 
program led to them having a stronger sense of self-efficacy. As a result of the study, the 
researcher was able to find support in previous research that FYE programs have led to 
creating positive perceptions of about their overall college experience and their ability to 
do well. The researcher provided several recommendations, which could lead to 
improvements in first-year programs across the nation. These suggestions include 
creating a diverse task force comprised of students for various backgrounds that would 
serve to advise first-year experience administrators on creating prescribe programs for 
incoming freshman that are need-specific. The researcher also recommends that the needs 
of students who fall into particular subgroups be also considered when creating program 
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